"Mandela, the Terrorist." Intended and Hidden History Curriculum in South Africa
I summarize changing concepts of the teacher profession. The introduction of the curriculum and its exciting past is important when talking about history classroom practices as the curriculum is supposed to serve as an orientation for teachers in term of contents, methodology and pedagogy. It must be considered that the connection between classroom practices and political conceptualization is not as separate as is sometimes assumed. 2 The second part of the article looks at the actual departmental document and analyses important aims and intentions of the curriculum regarding the topic of apartheid. Samples of teaching practices which I was able to observe are introduced in part three. This last section discusses the curriculum's practical application in two Afrikaans medium high schools on the basis of the example of teaching "resistance to apartheid." 
Methodology
Following the logic of grounded theory, no limiting theoretical framework in a narrow sense is used initially, but the data is expected to generate theoretical explanations for underlying logics and systematics of the practices. The choice of a sample is not representative, but expected to generate insights and hence lay a theoretical foundation. Strauss and Glaser have named this approach in sampling a "comparative analysis." 4 All data was gathered by the means of participant observation, a rather inductive method, which underscores the role of the researcher and enables him or her to interpret impressions and perspectives. It is an ethnographic approach and does not claim objectivity but is aware that every single witness of the observed social interaction will find his or her own logic of analysis. 5 The work of Geschier explored the possibilities offered by ethnography in South African history classroom settings, namely the narrative structures which appear to influence the history teaching process more than the curriculum.
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This study is the first output of a research project, for which I observed several grade twelve history classes within a four-month period, and conducted interviews with learners, teachers and external experts in the field of history curriculum design, reform and evaluation as well as more overtly political role-players in the education system. All conversations followed the imperatives and logics of the field, meaning that all questionnaires were composed only after several visits to the respective schools. These interviews contributed different modes of representation.
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In this study, two schools are used to exemplify modes of dealing with the past. I believe these schools and their communities, consisting mostly of white Afrikaans-speaking learners who classify themselves as "Afrikaners," have a sensitive relation to how the history of apartheid is told and how
Afrikaner identity is represented. At the same time, schools that are mostly attended by learners who identify themselves as not being white, applied different ways of speaking about apartheid. A comparative approach appears desirable, but also runs the risk of superficial cliché construction, hence the concentration on Afrikaans speaking high schools. The two examples are parts of data sets gathered in classrooms in
Gauteng and Western Cape Province, and concentrate on microsociological insights into the teaching process. Both schools use Afrikaans as their language of instruction; all teachers and most learners are white. Both teachers completed four years of university training as history teachers, and both show passion for their profession. While School A's teacher is female and in her late twenties, her male colleague at School B expects to retire within a fewyears. As there is nothing like the Afrikaans school, the given examples are also not regarded as representative, but allow an insight in teaching practices which help to understand the modes and symbols of interaction, and often implicit issues. It must be underlined that findings should therefore rather not be generalized. The research of teaching practices in history is still exploratory. Conducted studies include Mackie who described some learners' attitude towards history, 8 and
Geschier who paid attention to the construction of primary narratives.
9
The extraordinary position of the Afrikaner population group, 10 which is widely associated with support and perpetration of apartheid, must be considered. 
A New Curriculum
A number of authors have analyzed the reform of both the general and the history curriculum. Jansen appeared as one of the main critiques of the new policy and described these politically intended visible reforms as "symbols of change." 16 Fataar makes a similar point and speaks laconically of "the postapartheid state's make up." 17 Besides the dismissal of unequal chances and restricted admission to racially divided schools, the curriculum as a "corpus of cultural knowledge" 18 served as a marker for change after 1994.
Some authors have criticized the governmental measures sharply, arguing that the country's financial resources did not allow for such a major reform. Some of these studies also argued that South
African teachers would not be educated sufficiently to implement such ambitious policies. 19 Among others, the aforementioned Jansen considered the reform process particularly from a teachers' perspective.
Chisholm evaluated her own experiences as chair of different reform committees and underlined the general importance of history as a subject in a diverse schooling system. She made clear that the initial version of C 2005 let many teachers feel left out. 20 Weldon combined an education departmental perspective with academic findings, reflected on the process as part of a post-conflict society and brought in a comparative perspective. Her point was to include teachers' biographies as valuable resources for history teaching, but also made clear that these biographies and personal encounters need to be dealt with.
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Kros expressed concerns about history's standing in schools and society, and whether history could survive as autonomous and enlightening discipline. With this concern, she was not alone, as many academic historians saw their subject in decline -both in school, in university and in public life. 22 Siebörger engaged in the question of educational media and values in the classroom and pointed out, that history will be the only subject to include values and human rights teaching in the South African syllabus. Van Eeden raised questions concerning the agents of the reform process over history as a school subject, and spoke from a particular Afrikaner perspective.
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For this contribution, it is important to differentiate between the general curriculum's reform, and 26 The first phase aimed at the immediate "cleansing" of the curriculum and textbooks in 1995 to exclude the most obvious sexist and racist contents. During this initial review, it became clear that the South African education system as a whole not only needed some minor textbook revisions and its contents rearranging, but a general overhaul, also in terms of pedagogy and methodology. 27 Influenced by
Christian National Education standards, the apartheid policy was not only race-based, but also normative and subject to an authoritarian administration.
The 1995 curriculum had an explicitly interim character, maintained former methodological and pedagogical approaches and intended "to align the still functioning apartheid curriculum symbolically with the new democratic dispensation." 28 In general, policies were planned to keep the system stable, but visible changes seemed urgent in order to show the aforementioned symbols of change. 29 Despite featured tensions that cannot be found in other subjects like maths or science, rather little attention was paid to the social sciences in general and history in particular during this initial debate in 1995. 30 In the case of history, the interim curriculum was created almost exclusively by political administrators, while academic historians and educators, of whom many had been debating anti-apartheid historiographies before 1994, were not involved.
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The South African trade unions, however, whose influence grew after 1994, supported the idea of skills to prepare young people better for the working world. 37 Work-related skills and applicable outcomes promised economic growth and came into being in the context of a greater skills policy for the country.
The definition of relevant outcomes for all subjects was complicated, and the attempt to include all experts' knowledge was rather hopeless. problems for specific subjects in detail. 48 The committee recommended improved teacher training and teaching material, more gradual implementation and better provision of workshops on O.B.E. 49 The committee decreased the former almost exclusive focus on skills and outcomes, not least since the minister "had put leftist elements such as unions and civic movements on the ideological retreat." 50 Cross et al. still
do not see major progress and claim that, "There is however another sense in which the South African experience can be read. This is perhaps related to what its modes of educational borrowing certainly did not do: learn from mistakes and failures."
51
In the case of history, the committee criticized the marginalization of the subject, defining it as an important subject for human rights education (and therefore reconciliation) of the nation. 52 Therefore, history was re-installed as an autonomous subject and the curriculum rebalanced in terms of contents and skills knowledge. The language of the curriculum documents was simplified, and the number of preparatory teacher workshops increased. Despite good intentions, many history teachers remained entirely confused, as the changes arrived in staff rooms with some delay and -in spite of better teaching materials and guidelines for teachers -many were simply not capable of engaging with the complex contents of the history curriculum documents.
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During this phase of the curriculum reform process, Afrikaner academic professionals and teachers generally felt excluded and had the impression that their history-related expertise and academic knowledge "were labeled as the bastions of the apartheid oppression period." 58 Ideally, the teacher represents the state, and his or her work is transformed into a mentally liberating process. In the South African context, liberation was more political than pedagogical, and the term remained vague. This teacher image was transformed into that of a facilitator. In this post-apartheid understanding of the profession teachers almost disappeared in the self-steering ideals of C 2005 which gave power to pupils -who in turn were from now on called "learners." The teachers served as hosts; allowing students to explore knowledge themselves in a learner-centered pedagogy as they were provided "with a simple hanger on which to peg their understanding. and calls for special attention to these circumstances. One of these initiatives was observed by Tibbitts, who pointed out not only the need of introduction to the new curriculum, but also the biography-based dimension. The author described the demand of storytelling by the teachers which is needed to "directly facilitate teachers' grappling with their own histories during the apartheid era in order to be prepared to address the topic in the classroom with some distance and insight." 
Curricular Intentions in History
As shown, the new history curriculum underwent a process of major change after 1994 in terms of its goals and aspirations. The sixty-three-page document covers grade ten, eleven and twelve, and states the wish to "heal the divisions of the past and establish a society based on by a description of the new outcomes-based approach. The latter is rather general and one feels the pertinence of Jansen's description of symbols of change, 70 as the tenor connects the national constitution with society, and society with the curriculum.
As this will be the topic of the periods observed, I draw attention to a crucial part of the curriculum, namely apartheid and resistance to it. Here, the document speaks quite explicitly about the "civil society protest that emerged from the 1960s up to 1990." 71 "The Struggle", as it is often called in South Africa, is mentioned in a rather one-dimensional way. No contentious aspects of this protest are marked, such as inter-ethnic conflicts or militant contention in the 1980s and 1990s. The ambivalent role of the African National Congress is also neglected. Additionally, apartheid is introduced as general "crisis,"
and "facing the future" is described as highly problematic, and historical knowledge is named a "construction." 72 In an interview I conducted with Cynthia Kros, a professor of heritage studies, she appreciated this constructivist approach in the curriculum but mentioned that these rather abstract ideas are hard to apply in a country where most people have had highly concrete experiences of sensitive matters such as race, racism, social class and gender. 73 The latest history curriculum does not really give directions to the teacher wishing to implement it, but asks constructivist questions that appear to be rather imprecise.
The majority of South African teachers will and does struggle with these "radical changes in behavior and beliefs that the new curriculum demands."
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In terms of methodology the curriculum's sister document "National Curriculum Statement
Learning Programme Guidelines History" gives rather little information about how to actually teach and which methodological activities are appropriate for history classrooms. It advises the teacher to "consider individual past experiences, learning styles and preferences; develop questions and activities that are aimed at different levels of activity; provide opportunity for a variety of participation levels such as individual, pair and small group activities." 75 In essence, the curriculum has different foci: besides the general framing of the document and a fairly moral introduction to the role of history within school subjects, the reader recognizes an almost exclusive concentration on the definition of learning outcomes and assessment standards, and their respective methods and implications. 
Applying the Curriculum in the Classroom
The final part of this article introduces two examples of history teaching in the two aforementioned Afrikaans-medium high schools. The observed periods dealt with "Apartheid and resistance to it." I chose this topic as I assumed it would provide space for personal engagement and debating, as all teachers and most children in South Africa can somehow relate to the topic. The reference to "our parents" and the defense of their war engagement marks a clear differentiation between we (white), and they (black), while the curriculum document proposes that the understanding of the past must be examined with greater insight and sensitivity, 85 presumably implying that such stark "us" Again Teacher A applies a we-and-they dichotomy. In contrast, the curriculum speaks of a learning process "based on respect for democracy, equality, human dignity and social justice." 86 In this example, the teacher claims there were safe borders that maintained South Africa's security. Now, every black person is welcome today, and South Africa is exclusively for Africans. She distances herself from the document's intention to promote equality and articulates that there is no space for white people -who are said to have built up this state. The teacher's critique might be legitimate, but it is in contrast to a facilitation-based teacher image Teacher A: You know, back then they had a system that worked, so it was really quick.
Learner: Okay, because we wait so long for such a little information, so we have to wait By comparing the old system with the new, the "old" is associated with functionality, efficiency and an adequate pace, while the "new" is presented as in decline, slow and inefficient. The teacher's perspective of disfunctionality might be understandable, but the curriculum's aim is not considered. Division rather than unity and equality is emphasized by this teacher, and again she does not provide space for controversial debate, but gives her highly personal opinion. 
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for many whites, while today's administration projects the armed struggle as generally just and as having broken down the apartheid government. In previous history periods at School B, the teacher explained the broader motivations for resistance against apartheid. Mandela as a person, however, appears exclusively in the context of a guerrilla fighter. He is presented extensively as an assassinator which causes some shock for learners, who know Mandela from the media in a totally different way. The same positive picture is given in the textbook task, which follows the curriculum. Additionally, the use of the word boys (or jonge in Afrikaans) is remarkable as it was a common way for many white people to address black people in a childlike and inferior way. By using this term, the teacher reinstates an old-fashioned reference to Mandela as a terrorist and as a specifically black man, which is in dramatic contrast to the great respect for the former president that is common in South Africa today. Again, the teacher uses a totally teacher-centered methodological approach, and students accept his description and statements as blank truth. There is no The explanations during conducted interviews reveal a personal involvement in the period dealt with andto some extend -a perceptible humiliation as a white person. The usage of a we-and-they dichotomy indicates a strict separation, Teacher A even neglects hope for racial reconciliation. These views build a "hidden curriculum," as both teachers do not hesitate to articulate their opinions in class, and represent personal experiences as part of the curricular contents. These personal experiences include judgments on the state as such.
Jackson discusses the standing of personal experiences, and asks if they should not be integral part of the curriculum. 90 If so, the teachers' statements would have a somewhat legitimate place, though any personal involvement need to be marked as such. The curriculum states that "historical enquiry […] supports the view that historical truth consists of a multiplicity of voices expressing varying and often contradictory versions of the same history," 91 and underlines the intention for multiperspective and empathetic engagement. The teachers' we-and-they concept deprives learners of space for open and nonnormative discourse and thus contests the curriculum's general aim of equality and reconciliation. The role of Mandela in the curriculum is relativised by the teachers, and his heroic image is subject to a confrontational attack, leaving the impression of a terrorist. Sharpeville is relativised by the teacher as well -placed in the context of the "dark side" of the resistance, namely assassinations and killings by resistance fighters.
The curriculum document formulates the core question to be followed in this chapter as follows:
"What was the nature of resistance to apartheid during these decades, and how was this resistance part of wider resistance in the world to human rights abuses?" 92 The word "resistance" itself connotes a reaction instead of action as in a terrorist assassination. Following the curriculum's logic there must have been an "action" which occurred first and provoked the reaction. While the term "nature of resistance" theoretically provides space to discuss the armed resistance in a controversial manner, the connection to "human rights"
implies its legitimate character to a certain extent. "Resistance" is thus presented as an overall positive part of history, and no space for a multiperspective elaboration of "resistance" is provided. The global relevance of this resistance is mentioned and lauded. As shown, both teachers disagree with this noble con- Jackson defines "hidden curriculum" as a more or less open reservoir term that includes the focus on the difference between a curriculum's aspiration and its reality. Some studies on "hidden curriculum"
focus on deficiency and others on classroom contents that are used almost as an alternative to the valid curriculum. Jackson's notion of schools as learning spheres in which not everything is regulated in curricula, and in which much happens besides curricula, may be differentiated on the basis of the above examples. In them, teachers clearly change the curricula, or at least stage their representation in an unintended way. Going further, Jackson's differentiation between the "teaching" as conducted by teachers and the "experience" for students, 95 must be disregarded here, as no assessment of effects on students can be made on the basis of the available data.
Both teachers ignore aspects of the curriculum and its methodological ideas. All observed periods were totally teacher-centered and did not apply any "new" ways of learning. Pedagogically, history becomes more or less anecdotal, and no broader historical conceptualization takes place. Both aspects, methodology and pedagogy, played important roles in the history curriculum reform. Their exclusive neglecting in the shown examples arouses the impression that there is a gap between curricular aspiration and classroom practice. Instead, the cases of curriculum "re-balancing" or "hidden curricula" shown illustrate some problematic issues of the reform process and attest the powerful ways in which these teachers affirm their residual power in the classroom, given the marginalization of Afrikaner history discussed at the beginning. Their pedagogy almost seems to be a form of retaliation to this marginalization. These teachers, and presumably there are many others like them, do not act as the passive facilitators envisaged by O.B.E., nor do they appear to embrace the learner-centered approach of the new curriculum's philosophy. Consequently, both teachers appear to make use of a apartheid pedagogy and methodology. As mentioned, departmental controls of teaching practices are rather uncommon in South Africa. Most control institutions originate in the school itself, from the same socio-ethnic background. Externally organized classroom evaluations would, however, be an effective tool to supervise the reform innovations on all educational levels.
Second, the amount of personal involvement of the teachers and a rather negative attitude towards the curriculum's aims reveal the need for a further departmental guidance. In an interview, Senior
Curriculum Planner Gail Weldon articulated the demand for workshops with history teachers that do not only focus on teaching quality, but include the aspect of biography. In these workshops, teachers are introduced to other ethnically and socially influenced perspectives. Weldon referred to successful workshops which are only available for a minority of history teachers. Such dialectic confrontations with one's own experiences could open the teachers' views to "how narratives exist in dialogic relationships with one another." 97 In the final evaluation of a workshop, an anonymous participant summarized his or her problem, and revealed the dilemma of history teaching: "I need to deal with issues at a personal level first before we attempt to breach the subject with our learners."
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As education for empathy and multiperspectivity starts with the teacher, a systematic and broad approach to teachers' own biographies appears to be desirable. This would also minimize the risk of hidden 
